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AIMINISTRATIVE MENTORING: A TRAINING MANUAL

Introductian,

The purpose of this Mamal is to provide planners of professional
developnent Programs for practicing amd aspiring school administrators with
‘basic background information related to mentoring. It is assumed that this
concept may be helpful to those administrators and would be administrators
who seek professional support as they go about the business of leading
schools. In the pages that follow, information will be provided about the
fundamental concepts that underlie mentoring in education, and many of the
most frequently-discussed issues concerning the actual inplementation of
mentor programs will be reviewed. We hope that the information presented
here w111 be useful in assisting you to go through the basic stages that are
necessary in establishing a mentoring program in your school or district,
vhether it is designed merely to comply with same type of mandated
certification program such as the required e.try year support activities for
Ohio school administrators, or as part of an ohgoing effort to promcte the
professional development of all administrators in your school district.

It is important to note that the use of mentoring for cdministrative
professional development is truly in an embryonic stage at thls point. 1t
is something that many people are talking about. However, only a few
examples of active administrative mentoring prograns are now found across
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the nation. as a resuit, users of this Manual will not find many precise
prescriptions of ‘“perfect" mentoring programs. Instead, it will be the

We make an important assumption throughout this Manual, and that is,
Of course, that mentoring is a powerful tool to be utilized as a way to
assist beginning administrators survive their first years in office, and to
get over the first difficult hurdles that they will face on the job. But ‘ve
believe that mentoring can be mich more than sinply a "safety net® that
enables pecple simply to "gth by". It may also be viewed as an important
form of orgoing professional development that benefits both the mentor and
the person being mentored (or ‘protegee," as we will use the temrn
consistently throughout this Manual).  Mentoring may be a particularly
potent activity during the first years of a new career. However, it may

also be viewed as samething that can happen throughout a professional
lifetime,

Another issue that we raise here is that, in same ways, what wa will
be discussing in this Manual is not classical mentoring in the sense that
such a practice is typically a naturally evolved sort of relationship
between two people in an organization. In most cases, true mentors take an

Interest in a newcomer, and a helping relationship emerges. It is not
Created. What we will describe here for the most part is the way in which
formal mentoring relationships can be "constructed". We hope that, while
this is an important difference between the ways in which some mentoxring
relationships might be developed, there are still enugh cbvious benefits
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found in mentoring that allows even contrived relationships to be helpful to
beginning administrators. we suspect, too, that many of the "oconstructed
mentorships" that are created will likely became very natural, ghared, and

helping relationships over time.
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I. WIAT IS MENTORING?

In this section, a review of recent literature describing mentoring
is provided. First, scveral basic definitions are considered. Next, tha
use of mentoring relationships ocutside the field of education is briefly
described. Third, some of the ways in vhich the concept of mentoring has
been applied within professicnal education are examined. Finally, we

explore the use of mentoring specifically as it is related to the area of
- adninistrative professional davelopment.

Definitions of Mentoring

Before beginning any review of mentoring, we find it nocessary to
consider soma of the ways in which this practice has been defined, 3In
recent years, mentoring relationships have becams extremely popular, and
its application has been viewed as almost a panacea for dealing with many of
the limitations often felt to exist in education as well as many cther
fields,

Making use of mentoring relationships as a way to enhance
professional preparation activities is certainly not a new one. The concept
of the mentor serving as a type of wise guide to a younger protegee dates
back to Homer's Qdyssev. Mentor was the teacher entrusted by Odysseus to
tuter his son, Telemachus. Based on this literary description, we have been
provided over the caturies with a lasting image of the wise and patient
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counselor serving to shape and gquide the lives of younger, less~
experienced colleagues. |
'Iheimageofmentormgpersistsinmmyofthemtrecent
definitions of this practice. Ashburn, Mamn, and Purdue (1987) defined
mentoring as “the establishment of a personal relationship for the purpese
of professional instruction and guidance." As a result, lester (1981) noted
~ that this activity !s an important part of adult learning because of its
holistic and individualized approach to learning in an experiential fashion,
defined by Bova and  Fhillips (1984) as "leaming resulting from or
assoclated with experience." |
Other related definitions ave found in aundance. Shechy (1976)
definedamentoras"onewhotakesanactiveintexwtinmemeer
development of another person . . . & non-parental role model who actively
provides guidance, support, and opportunities for the protegee . . . " The
Woodlands Group (1980) called mentors guides "who support a person's dream
and help put (the dream) into effect in the world . . . " Levinson (1978),
in his classic analysis of the socialization of young men to professional
roles, noted that a mentor, as a critical actor in the developmental
process, is "ane defined not in terms of the formal role, but in teums of
the character of the relationship ard the function it serves . . . a mixture
of parent and peer. A mentor may act as host and quide welcoming the
initiate into a new occupational and social world, ard acquainting the
protegee with its values, custams, resources, and cast of characters."
Another definition recently suggested by Wasden and his associates (1988)
is also relevant when considered in terms of its application to mentoring
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for educational administrators:

The mentor is a master at providing opportunities for the growth

of others, by identifying situations and events vhich contribute

knowledge and experience to the 1life of the steward.

Opportunities are not happenstance; they must be thoughtfully

designed and organized into logical sequence. Scmetimes hazards

are attached to opportunity, 'Ihementartakesqreatpamstohelp

the steward recognize amd negotiate cdangerous situatiens. In

doing all this, the mentor has an opportunity for growth through

service, which is the highest form of leadership.

Whatever the specific definition, the element that appears to serve as
the foundation of any conceptualization of mentoring is the fact that this
activity needs to be understood always as a part of the true develormental
relationship that is tied directly to an appreciation of life and career
stages. Kram (1985) examined mentoring in private industry and observed
that different types of relationships are appropriate at various times in a
person's career., She divided thesa times into early, middle, and late
career years and suggested that people tend to have vastly different
mentoring needs in each of thesa time frames. As Kram cbserved, "Research
on adult development (Levinson, et al., 1978; Gould, 1978) and career
development (Hall, 1976; Schein, 1976) has established that, at each stage
of life and a career, individuals face a predictable set of needs and
concarns which are characteristics of their particular age and career
history." what is interesting to note here is the fact that discussions of
mentoring relationships in education have not taken on the same perspective
suggesting the need for differentiated and davelopmental relationships,

6
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"Mentors" retain the same titles and responsibilities without regard for
different needs and interests of peopla who need mentoring. ‘The only
recognition of varying support is found in the recent emphases on mentoring
for first year teachers now found in many states,

Imbedded within this notion of the mentor serving as a quide to adult
development is the expectation that this person is to engage in the mid-life
task of generativity, or "concem for and interest in quiding the next
generation" (Merriam, 1983). This practice includes “everything that is
generated from.generation to generation: children, products, ideas, and
works of art" (Evans, 1967). This function of mentoring is « form of
"torch passing” from one generation to the next. Again, few formal efforts
exist to institutionalize this practice in professional educatien.

Given the intense amd powerful nature of mentoring relationships,
there are certain potentially hammtul consequences of such efforts. tVeber
(1980), for example, noted the possible ways in which mentoring can be
detrimental to growth when protegees develop too great a reliance on mentors
who are expected to provide all possible answers to all possible Qestions,
In cases such as this, mentoring no longer exists; rather, a type of
dependency relationship is formsd, and growth by the protegee is rarely
possible,

Most current definitions place great emphasis on the ways in which the
mentor provides support and gquidance to the protegee. However, it must
also be ocbserved that such one-way relationships are not the only
characteristics of mentoring, 1n fact, this relationship might also be
described as a "muilually-enhancing”" ene (Kram, 1985) where the career
advancement and personal development of each participating member was

7
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somehow addressed. The value of this tyre of conceptualization is that it
amphasizes the fact that trus pentoring has the potential to be as
beneficial to the mentor as i;: is to the protegea. Whether such potential
is ever achieved is one of the issues currently being explored in a stwiy of
theinpactotmentoringasapartofanexperinmtal program designed to
prepare future school principals (Plavko & Daxesh, 1988).

Mentoring is descriked as an accepted amd vital part of the
developmental processes in wany different professional fields. As Schein
(1978) noted, the concept has long been utilized in business organizatiens
to connote such diverse images as "teacher, coach, trainer, positive role
model, developer of talent, opener of doors, protector, sponsor, or
successful leader." In fact, the cuwrrent literature suggests that
mentoring needs to be understood as a combination of most, if not all, of
these individual role descriptors (Galvez-fjoinevik, 1986). Thus, the
practicaotmentoringisacmcialonetobeincmdedasacmponentofany
experiential professional preparation program.  Guides, counselors, or
coaches (if the termm "mentor" becomes over-used) are needed to help
neophytes negotiate their way through a field and "make sense” out of what
is happening around them in an organization, and alsc what is going on in
their personal lives, As a result, there is considerable potential to be
fourd in applying the concept of mentoring tc the professional development
of school administrators (Daresh, 1988).

Mentors are different from the types of role models that may work with
aspiring administrators during conventional field-based learnirg activities
and preservice practica. Kram (1985), for example, noted that other terms
vhich might be used to describe developmental relationships in work settings

i2



include “sponsorship," "coaching," "role modeling,® "counseling," and even
"friendship." Shapiro, Haseltine, and Rowe (1978) suggested that there is a
type of contimnm of advisory relationships that facilitate access to
positions of leadership in organizations. On ane hand is a "“peer pal
relationship, and on the other end of the contimmnm is the true mentor
relationship:

Peer pal: Someone at the same level as yourself with whom you

share information, strategies, and mutual support for mutual

henetit, |

Guide: Can explain the system but is not usually in a positien to

charpion a protegee.

Sponsop: less powerful than a patron in pramting and shaping the

career of a protegee.

Patron: An influential person who uses his or her own power to

help you advance in your career.

Mentor: An intensive patermalistic relationship in which an

individual assumes the role of both teacher and advocate.

These types of developmental relationships tend to focus on the
business-oriented concept of finding relationships that are designed to
foster career development. Similar perspectives are offered by many others,
including Dalton, Thompson, and Price (1977), Anderson and Deiamna (1980),
Van Vorst (1980), and Clutterbuck (1985).
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Mentoring Outside Bducation

Much of the current literaturemalmitappearthatthecomeptof
mentoring was recently invented by professional educators. Such is clearly
not the csse. Mentoring has long been recognized as an important activity
in the world of private business and industry. Here, younger members of the
organization are "shown the ropes" and led toward greater caveer success
through the intexventign of others who provide the direction necessary to
achieve personal goals and ambitions. The examples of senior colleagues is
a key to finding greater happiness and fulfillment on the job. For the most
part, this type of mentor-protegee relationship has been an informal one
where both parties involved in a relationship tend naturally to gravitate
twazdoneanotherbasedonsud\thingsasmnonqoals, comon interests,
and other factors that cannot be engineered or arranged by others. A senior
staff member sees promise in "the new kid," takes an interest in that
person's professional life, and over time, provides feedback to the yonger
Co-worker so that he or she will have a better chance to succeed in the
organization. The value of this type of naturally-developed mentoring has
been seen by many companies as an activity that should be institutionalized,
encouraged, and even required as a standard practice for all new employees.
Keele, Buckner, and Bushnell (1987), among others, have noted that formal,
organizationally-sponsored and endorsed wentor programs have recently been
initiated in settings such as the Intermal Revenue Service and many large
camercial banks and insurance companies. In these and other situations

where mentoring has been viewed as an effective strategy that may serve to
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pramwte personal and professional davelopment, the bringing of new leaders

"on board" assumes many of the following characteristics noted by Henry

(1987)

1. Mentoring arrangements are a swall but inportant part of normal
ranagement training for selected employees.

2. that is typically referred to as “mentoring" often tends to be, in
fact, an activity of "coaching,* a ehowing people "how we do it around
hexre,"

3. Organizational cultures support the developsent of future manages, and
thus there are typically certain formal or informal rewards assoclated
with mentoring as well as being mentored,

Private industries clearly have recognized for quite some time that
naturally developed, informal mentor-protegee relationcships exist, and that
these relationships pay dividends to the oxganization as well as the
individual people who are involved. As a result, they are viewed as having
sufficient value to warrant the creation of more formalized,
institutionally-created and supported mentoring arrangements.

another area where the concept of mentoring has received considerable
attention in recent years has been in the identification and development of
leadership skills by women moving into executive roles (Botton, 1980;
Shakeshaft, 1987). One great barrier to women seeking advancement to
managerial positions has historically been said to be the lack of other
women who are available to serve as role models and mentors in superordinate
positions in wost organizations. There are few women who are in positions
that are "higher up" in the system to open doors t.o individuals ready to
assume greater authority, responsibility, or prestige. As a result, the
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mentor has been seen as a person who is essentit) to assisting the
individual waman learn how to cope with the realities of a system by
pointing cut the proper routes to follow, the situations to avoid, and the
ways to behave if she wishes to became more successful in the work place
(Daloz, 1983). As was true of the mentoring role described earlier in the
are of private business and industry, the menter-protegee relationship for
women going into management (or any other professional role, for that
matter) tends to be an informal, natural, and evolved one that is typically

- not structured and created by the employing system. It is a type of
mentoring that simply “happens.®

Mentoring in Professional Bhxation

Within the past few years, the potential value of mentoring as a
featwre of professional development for educational personnel has been
appreciated and understood more coampletely (KXxupw, 1985: Krupp, 1987;
Zimpher & Reiger, 1988). It is now generally accepted that wise, mature
mentors have always been around to halp new teachers learm their craft in
ways that were not usually covered in most preservice teacher education
programs in the university (Gehrke & Fay, 1984; Gehrke, 1988). What is now
taking place with considerable reqularity and visibility, particularly ¢n
the area of teacher education, is the development of formal, contrived, and
institutionally-supported mentoring programs. Studies by Kupp (1984),
Little, Gallagher, and O'Neal (1984), Showers (1984), and Huling-Austin,
Baines, and Smith (1985) have all described the importance of mentoring
relationships as a way of helping classroom teachers to become more

12
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effective, and have suggested that mentoring programs must be deliberately
startedasawaytoenmmathequautyotmdwtionfornewteachersto
Classroms, In this regard, Eagan and Walter (1982) studied a group of
elementary school teachers early in thelr careers and foud that those
individuals who had mentors credited them with helping the teachers gain
self-confidence, learn technical aspects of their jobs, better understand
the expectations of administrators, develop creativity, and work effectively
with others. These and many other studies of the value of mentoring for
teachers (Hardcastle, 1988) have led california, Chio (Bowars & Eberhart,
1988), and several other states to mandate mentoring systems, at least for
beginning teachers. More of the game types of laws will no deubt follow
across the nation over the next few years.

'melbtmtialofmntoringaspartofmxﬁsnatornevelqut

It is not particularly swprising to note, then, that the role of the
mentor appears to be one that will contimie to play a rather significant
role in future schemes designed to improve the quality of educational
personnel in general, with special attention now being paid to school
adninistrators. As emphasis has been Placed un efforts to find strategies
for preparing school leaders which go beyond traditional university-based
Programs, there is a correspording awareness that mentoring is an 1npor£ant
concept that has some rather obvious irplications for the ways in which
becinning administrators and aspiring administrators might enjoy more
successful transitions from the world of teaching to the world of
administering.

13
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Tha concept of mentorin, has at least two potential applications as a
way to improve tha ways in which pecple becoma school administrators., The
first of these is related to the identificatien of individuals who would
serva as appropriata role models for beginning administrators. Frequently,
the tem “mentor® hassignedtotheexperiemedadministratormhappens
to be available to answer the questions of novice colleagues. We recognize
that it would be desirable for such individuals as these to becama true
mentars to the beginning adninistrators with vhom they work, and such a

*relationship may evolve. However, we suggest that being a sponsor, patron,

orxolemode:l.:lsbynomeansmesameth:lmasbeh\gatmmntorinﬂxe
ways in which we believe beginning administrators nced as part of their
initial professfional formation. To be sure, wa believe that it is crucial
for someona to work with the new administrator to describa procedures,
Policies, and normal practices in a school or district. It is also critical
thatsaueombeabletoprwide t‘eedbacktoﬂmebeghmerconcemmgu\e
extenttowhichheorshehasbeenabletomastermetechni@alsldns
associated with the performance of an administrative role.

We suggest that ther. are currently sama rather spirited discussions
taking place in the field of teacher education which should cause us to
examine quite carefully our untested beliefs in the absolute value of
induction programs that place great reliance on "mentors" who serve only to
show pecple “how to do it." In teacher education, many have cquestioned the
assumed value of the concept of directed practice in role. From Dewey
(1938) to more recent observations by Berliner (1984), Cruickshank and
Amaline (1986), and Zeichner (1985), numercus cautions have been offered
that field-based learning experiences may actually be viewed as

14
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"miseducative,” and that they often create rognitive and behavioral traps
which close avenues to conceptual and social changes that may be wan'amed
(Daresh & Pape, 1987). In short, many current programs that promise people
Success by "watching over a seasoned veteran's shoulder" may serve to
prepare pecple only for what is found at present, not for what might be in
the future. If the mentor's responsibilities are limited to the guidance
of a begimning administrator to simply "survive" the first year cn tha job,
ard avoid "getting into trauble," the potential of mentoring, we believe,
will rarely be reached.

A second potential value of the cacept of mentoring as part of a
Program for the induction of beginning administrators is found in its
application as part of a process that we refer to as 'Professional
Formation®. 1This is a part of what we believe must be three equal parts in
the deovelopment of new administrators. Other dimensions are “Academic
Preparation" (where the theory of administration is presented), ard "Field-
Based Learning" (the acquisition of skills while actually being in the '"hot
seat"). Mentoring is an absolutely essential part of the Professional
Formation dimension.

In o view of the induction process for beginning school
administrators, there are some very distinct differences between the duties
of a role model and a mentor. A role madel, for example, may be seen as a
person consulted periodically by the novice as a vay to learn a way to
construct a master schedule for a school, dbserve a teacher, conduct a
student-parent conference, or many other daily activities, in much the same
way that an apprentice may learn practical skills fram a master tradesman.
On the other hang, mmviewisthatamentoralsogoesbeyoxﬂtlusmodelling
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function by serving as a person who is more inclined to prod tha beginner to
leamhawtodosa;uu\mgaccozdingtohieorherpemomls)dusand
talents. In short, we believa that a mentor is likely to vaise more
cmestiomthanpmvidemmrstoﬂxepersmwithvﬂmhaorsheis
interacting.,

Mentoring as part of the professional development of beginning school
administrators is & critical respansibility. Consequently, a person who
mﬂdsarveasamentormstpossessthadeepdwiretoseweinthis.
capacity. an ideal arrangement for mentoring wonld involve the careful
matching of protegees with ‘ideal mentors. There would be a one-to-cne
matching based on analyses of professional goals, interpersonal styles,
learming needs, and perhaps many cther variables that night be explored
prior to placing beginning administrators with their mentors. W%e realize
that in the real world of schools, it is nearly impossible to engage in such
perfect matching practices. Most mentoring relationships that are formed
to comply with the espectaticns of the state guidelines for the induction
of school administrators will be formed as "marriages of convenience," and
not as ideal, naturally developed partnerships. Still, we believe that an
avareness of the potential values of mentoring, as well as a review of some
of the basic issues to be addressed in conceptualizing such programs will be

helpful to thosa who are expected to provide leadership to entry year
programs for school administrators.
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II. WHAT IS NEFDED TO EEGIN A MENTORING PROGRAM?

The development of effective mentoring programs involves a great deal
of attention to many specific issues prier to begiming the first efforts at
the inplementation of such activities. In this section, wa tumn aw
attention to many of these concerns, including the characteristics of good
mentors and problems and issucs that need to be faced as part of the design
of ary carprehensiva program.

Characteristics of Montors

A mmbor of desired characteristics are listed here to aid in the
selection of those who would sexrva as mentors in entry year programs for
school administrators (Daresh & Playko, Forthcoming):

1. Mentors should have experience as practicing school administrators, and
they should be generally regarded by their peers and others as being
effective,

2. DMentors must demonstrate genherally-accepted positive leadership
qualities, such as (but not necessarily limited to):
a. intelligence
b. good (oral and written) cammmication skills

C. past, present, and future understanding with similtancous
orientation

d. acceptance of miltiple alternative solutions to camplex problems

17
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3.

4.

5.

6.

7.

R e R AR

e. clarity of vision and the ability to share that vision with cthers
in the organization

f. well-developed interpersonal skills and sensitivities

Mentors need to be able to ask the right questions of beginning

adninistrators, and not just provide the "right" answers all the time.

Mentors must accept "another way of doing things," and avoid the

tendency to tell beginners that the way to do soamething is" the way I

used to do it."

Mantors should express the desire to see pecple go beyond thelr present

levels of performance, even if it might mean that they are able to do

some things better than the mentors might be able to do the same

things. |

Mentors need to model the principles of contimuous learning and

reflection.

Mentors must exhibit the awareness of the political and social

realities of life in at least one school system; they must know the

“real way" that things get done.

In addition, Patricia Haensly and Elaine Edlind (1986) suggested the

following characteristics of "ideal" mentors:

1,
2.

3.

Aruitoxt provided by Eic
»
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Outstanding knowledge, skills, and expertise in a particular domain.
Enthusiasm that is sincere, convincing, and most importantly,
constantly conveyed to their protegees.

The ability to commmnicate to others a clear picture of their personal
attitudes, values, and ethical standards,
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4.

6.
7e
8.

The ability to commmicate sensitively the type of feedback that is
needed regarding their protegee's development and progress toward
desirable standards and competence and professional behavior,

Sensitive listening ability to their protegee's ideas, doubts,
concarms, and enthusiastic cutpourings.

A caring attitude and a belief in their protegee's potential.
Flexibility and a sense of lnmer.

A restrained sense of guidance so that their protegee may davelep as
independently as possible.

There are also some characteristics of individuals which might signal

the fact that they will probably not serve as very effective mentors. Among
those features, we note the following:

1.

2.

Ineffective mentors are those who are too heavily involved with the
internal politics of a school system, to the extent that their primary
goal is to survive the system and increase their personal status within
the district. It is important for a newcamer to understand the
political realities of a school system. It is not important for a
person to learn how to sperd most of his or her time sinply "jockeying"
for position.

It is not typically a wise move to arrange a mentoring relationship
betweenanoviceandapemonwhoisalsonewtohisorherpositlon as
a mentor. This is true even if the mentor has many years of experience
at another position in the system. For example, a former experienced
principal in his or her first year in a central office position
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3.

4.

5.

Mentors should not be assigned because the school system believes that
such an assigmment will serve to "gix" a marginally effective
administrator. while it is true that se:vice'as a mentor has been
shown to be a way to increase tha mentor's effectiveness, it does not
:rakegoodsemetomtd:abeqhmrwm:anymmoismtableto
demonstrate the wvery best behaviers associated with being an
educational administrator.

Ineffective mentors have a long history of high staff turmover rates in
their buildings or school districts.

Ineffective mentors demonstrate "Jnow it all® behaviory = attitudes
when discussing their approaches to dealing with administrative
problems, Clearly, self-confidence is a desirable characteristic for a
mentor.  Being close-minded about alternative solutions to complex
problems, however, is probably a mark of a perscn's insecurity ard
lack of confidence. Such features would not qualify a person as a
particularly effectiva mentor.,

There are also some distinct potential problems associated with

mentoring. ‘The use of mentoring relationships is widely-supported as a
valuable approach to professicnal development for people in many different
professional fields, However, there are same problems:

1.
2.

3.

4.
S.

Mentors may become too protective and controlling.
Mentors may have personal agerdas to fulfill.

Beginning pri .cipals may get only a limited perspective from a single
mentor,

Mentors may not acknowledge the limitations of their protegees.
Beginners may became too dependent on their mentors.
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7.
C.
9.

Bagimners may idealize and idolizae thair mentors.
Begirnery may try to become "carbon coples" of their mentors.

Formal mentoering arrangements may be too structured.

Mentors may compose all beginning principals to an ideal vision or
gtandard of performance vhich may never be realized.

Responsibilities of Mentors

Despite any apparent limitations on the use of mentoring as a central

part of induction programs for school administrators, there continues to be
tremendous values that ray be achieved thraugh these types of programs.
Most of these benefits are achieved when mentors became engaged in carrying

ocut a variety of special functions and responsibilities, Among the most
important are:

1.

2.

3.

4.

Q
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Advising: In this way, the mentor responds to a protegea'’s need to
gain additional information needed to carry out a job effectively.
Cammnicating: Here, the mentor works consistently to ensure that open
lines of comunication are always availablae between himself or herself
ard the protegee.

Oounseling: The mentor provides needed emotional support to the
protegee,

Guiding: In this way, the mentor works to orient and acquaint the new

adninistrator to the informal and formal norms of a particular school
system.



5. Mcxdeling: ‘The mentor serves as a true role model to the proteges by
consistently demonstrating professional and carpetent performance on
tha job,

6. Protecting: When needed, the mentor serves as a buffer between the
proteges and those in the school system who might wish to detract from
the beginner's performance.

7. Skill Develeping: The mentor assists the protegea in learning ekills
neaded to carry out the job effectively.

In addition to these listed responsibilities, the mentor mist also be
willing to provide the time that may be needed by a beginning administrater
to simply talk about job-related concerns. Perhaps the most important thing
that anyons can do as a mentor is to ba available when needed by the
protegee, not to “fix" problems, but rather, to indicate that someona cares
about vhat the beginner is doing.

Benefits of Mentoring

It shall be clear to this point that mentoring is not an easy activity,
and those who serve as mentors have many difficult duties to perform. As a
result, we point ocut that there are many benefits to be derived from a well-
designed mentoring program. These benefits might best be described in temms
of things that are likely to assist the perscn serving as a mentor.

Gray (1983) and Clutterbuck (1985) identified three major sets of
benefits to be derived by those who serve as mentors. ‘These include

improved job satisfaction, increased peer recognition, and potential career
advancement.
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Perhaps the greatest numbor of rewards for mentors are found in the
area of improved job satisfaction. Here, mentors may find that greaming a
promising new administrator is a challenging and stimilating perscnal
experience, particularly :lfthementorhasmadueddpointinhisorhermm
career vhere a lot of the earlier “excitement" is disappearing. Mentors |

or her job well. Mentors also frequently report a sense of satisfaction in
seeiny the values and culture of a school system handed cver to a new
generatien,

Mentors also frequently indicate that their experiences are "worth it"
because they get increaned recognition from their peers. In private
business, in particular, a mentor who identifies a promising employee often
acquires a reputation for having the type of insight into the neads of the
Company that should be rewarded. This type of benefit is not likely to
cccur in administrative mentoring programs designed to support beginners.
However, it is likely that some mentors hava in the past and will continmue
in the future to identify and "tap" talented teachers and other staft
menbers in their schools to go into adninistration in the first place.

Finally, mentors also indicate that they find satisfaction in their
role because it often provides them with cpportunities for personal carcer
advancement. 1In this regard, a major pay-off is found in that mentors often
benefit from the energy and enthusiasm of those who are protegees. The
mentor also receives new ideas and perspectives by allowing protegees to add
their own insichts into the ways in which organizational problems nmight be
adiressed. Mentors who are attentive to the potential of those with wham

23

27



they interact mry be able to capitalize on a new source of knowledge,
insight, and talent, amd they may be able to translate this into their own
professional growth and advancement. Indeed, wise "old dogs" may leamn

many "new tricks" from same "young Pps, " if they are wise enoush to stop
and listen.

Characteristics and Duties of Protegees

&s we have noted throghout this manual, the pecple who participate in
mentoring programs bear a major portion of the responsibility for making
such programs successful. Mentors must possess certain characteristics in
oder to be considered effective. Protegees also have certain
responsibilities as partners in these relationships as well. Haensly and
BEdlind (1986) identified some of the most important characteristics and
duties of those who are being mentored in formal programs. They noted that
"ideal" protegees should Dossess
1. Enthusiasm about the damain in which they are working, and also about

their personal involvement in the study of that domain,

2. The ability to demonstrate initiative along with a conscientious effort
to develop their own self-potential.

3. A commitment to carry through on suggested plans and activities and a
desira to go beyond any established minimal levels of performance.

4. An open-minded, objective, and non-defensive attitude,

5. A degrea of insightfulness about self and others, often tempered by a
good sense of humor.
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In addition to thess types of commitments and personal charactaristics,
protegees hava same additicnal duties to perform if mentoring arvangements
are to achieve the goals that are established, Thera are several
responsibilities that protegees need to be aware of on a day-to-day basis,
For example, they can leamn fram the many pecple who work in their scheol
systens, in addition to their assigned mentors. In this way, there is less
1ikelihood that mentoring arrangements would nacessarily become dependency
relationships, Second, protegess need to came forward to their mentors to
seek advice regarding specific issues and concerns.  Mentors cammo: be
expected to be "mind readers" who will know all the concerns that are faced
by their less-experienced colleagues. Protegees have a responsibility to
artimlateuxeireomemsinanopenamlhmtfasmm. A third duty of
protegeesisthattheyneedtomlnopmtomsuggwtimthatm
offered by their mentors. If pecple act as if they know all the answers
before asking the question, mentors will likely lose much of their
enthusiasm to work with protegees.

Mentoringisaninteractivearudm\icpmoessﬂmtrequimboﬁ:
parties-mtorarﬂthohmsttimemﬂefforttomakemﬂ:ata
“mutual ly-enhancing" relationship can be developed. If it camot, the ideal
of mentoring might ba reduced simply to a mandated part of a required
program that will not achieve its full potential to assist new
administrators in the field.



Benofits to Protegees

Despite all of the difficulties that might be part of the design of a

mentoring program, 1tiemessarytomberuntﬂmmmmﬁts
tobeadx.ievedbythebeghudnga&nirﬂstntorasamtegee. These
benefits, in our view, greatly cutweigh any disadvantages related to
program design.

Mﬁnwefits.oﬁenciteabyammmvesemaaspmtegeesm

mentoring programs for administrator professional development are the
following:

1.

2.

3.

4.

Working with a mentor is a way to build econfidence and carpetence,
Protegees enjoy working with people who sense that they possess skills
eeded to meet new professional challenges. They are able to receive
the type of "tapping" encouragement, and reinforcement fran their
mentors that enable them to look to their future responsibilities with
a good deal more confidence.

The mentoring experience provides pecple with the opportunity to blend
the theory of administration learned through university courses with
real-life applications out in the field. People can see ideas being
translated into action on a daily basis in real school settings by real
school practitioners.

Communication skills are frequently improved. Working on a regular
basis with mentors gives pecple the ability to fine-tune their ability
and to express important ideas to their colleagues.,

Protegees report that they are able to leamn many important "tricks of
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the trade." They are often able to pick wp a mmber of proven
techniques amd strategies that mentors have used successfully in
different settings. 2As a consequence, they are able to build
personalized “"bags of tricks" to use on the job at different times in
the future, |

5. Perhaps most inportantly, protegees express a feeling that they are
now Y“oonhected" with at least one other person who understands the
nature of the world in which they must work. There is little doubt
that cne of the most frustrating parts of the school administrator's
life is that he or she must often go about the business of leading

vhile in isolation. A mentoring relationship reduces this type of
situation greatly.

Mentor-Protegee Matching

Matching mentors with protegees is neither an easy nor precise task.
It would be highly desirable to match every beginning school administrator
with a mentor who possesses a sincere and deep Gesire to spend time working
productively with a novice colleague. ‘The fact is, however, that such
comitment may not always be available, particularly in very small school
cystems where few administrators are available to serve as mentors.

The ideal matching of mentors and protegees should be based on an
analysis of professional goals, interpersonal styles, and leaming needs of
both parties. It is nearly impossible in the "real world" to engage in such
perfect matching practices. Most mentoring relationships will likely be
formed as “"marriages of convenience," and not as ideal, naturally-developing
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relationships so often presented in the literature related to mentoring

practices in organizations. However, if individual awareness of the values

to be fourd in mentoring, & regard for mutual respect and trust, and a sense
of cpenness and positive interacbim are all present, then the mentor-
protegee relationship has the potential to be as strong as possible.

Nomgicrecipeseadsttoguidaﬂlematdmtjotmtozstopmtegeas.
However, soma of the issuesthatmight:bemldemdwhenasdmldistrict
begins to develop a local program include the following:

1. Cross-genier mentoring (W1l it be possible for men to work
effectively with femala colleagues? Wamen to work with men?).

2. Mentoring across organizational levels (Can a superinterdent serve as a
mentor to a beginning principal?),

3. Differences in ages (Can younger, but more experienced, administrators
serve as effective mentors to older colleagues who are just begimning
their administrative careers?).

4. Mentoring across school systems (Is it necessary for the mentor a o
protegea to be employed by the same school system? Can productive
mentoring relationships be developed across school district
boundaries?) .

Answers to these and other quericions related to strategies which may
ba utilized to match mentors with protegees must be addressed at the local
level. mttlexeseardmhasbeencmﬂuctedtoguidepmgramdaveloperswmx
making these choices. further, local conditions such as the personalities
of mentor administraters and beginners, traditions of cooperation, and other
aspects of life in particular school systems have a major impact on the way
in which a program micht be developed.
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III. HOW DOES A MENIORING PROGRAM GET STARIED?

To this point, we have described scme of the basic features of
mentoring as it relates to the professicnal development of school
administrators. We presented an overview of concept of mentoring, and we -
indicated some of the most outstanding characteristics of mentors, aleng
with benefits that are typically experienced by thosea who serva as mentors.
Wa also talked about the roles and responsibilities of those who are being
mentored, or protagees. We concluded our discussion of some basic issues
by considering the ways in which mentors and protegees might be brought
together effectively.

In this section, we assume that you hava accepted the notion that
mentoring is something that may be an effective practice, and that you would
like to develop a local program. In tha pages that follow, we shall
describe same of the ways in which a mentoring program might be started.

Training for Mentors

The practice of mentoring serves as a very important part of planned
efforts to support beginning school administrators. School districts that
are about to implement programs deslgned to assist beginning school
administiutors will likely find it necessary to develop specialized training
activities to help thosa individuals who have been identified as mentors to
carry out their responsibilities as effectively as possible.
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Four major conditions need to exist in a school or district if mentor
training is to be effective. Any system undertaking the establishment of a
mentoring program will takestepstoestabushtmstaxﬂopemessmme
adninistrators of the district, will invest sufficient resources to support
a mentoring program, will develop and maintain open and honest comunication
patterns, and will show awareness and sensitivity to the unique learning
neds of adults.

rust huilding. In order for mentoring to be successful, positive
rapport and trust need to exist amony the personnel involved in the program.
If working relationships among administrators are marked by feelings of
Jealousy, disrespect, and fear, administrative mentoring programs have
little chance to succeed.

The best situation for the establishment of an effective mentoring
program would ba ae that is endorsed by all staff members working in
harmony toward a common set Of personal and professicnal goals. In such an
arrangement, the prevailing view might be that all individuals sincerely
believe that no ona person can be any stronger than the weakest individual
in the organization. as a result, there is a constant effort to make
certain that everyone is as successful as possible. Unfortunately, such a
norm does not always exist in school districts or individual schools.

Several strategies might be utilized to pramote the development of
greater rapport and more trusting relationships in schools. Idol-Maestas,
Nevin, and Paolucci-Whitcomb (1985) suggested the following behaviors that
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might be carried out as a way to promote more positiva and trusting work

climate: '

1. Each member of the organization needs to be consciaus of his or her
camitment to treat others with respect, even when disagreement is
present,

2. Al individuals mist demenstrate a willingness to learn from others.

3. A comitment isneededsoﬂ:atevezymsmms information that is

- relevant to the goals of tha organization.

4. Individual differences among erganizational members are recognized and
resporded to in a positive fashion,

5. All parties in the organization are invited to give feedback, and also
receive feadback when provided by cthers,

6. Others are openly given credit for their ideas and Sther contributions
to the organization.

7.  Confrontation skills are utilized correctly and in a positive fashion.
The key to these ideas having a discernible impact on the qality of

life in a school is the extent to which pecple are willing to follow through

with their dedication to the development of & more cpen climate. The seven
stepsnotedabovemnnotmerelybetapedmawanandfozgctten. Sameone

or same group must accept the responsibility for making certain that a
sincere effort is being made to carry cut each practice,

Sufficlent yesouroces, 1f mentoring programs are to achieve their

fullest potential as serving as the basis of strong professional development
activities for school administrators, school districts need to have invested
a reasonable amcunt of support for programs. This support is not confined
to the expenditure of money but, even more importantly, in terms of an
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In addition, even thosa not participating on a contiming basis--paople such
as the district superintendent, other building aduinistrators, school board
mbersm:stmnmetoinvesttimeuﬂarmginﬂwmmgactiviues

soﬂattheymighthavemorethnetodevotetoﬂlementormgprocess
Open_commication. Anotherfm'damentalasampuonisﬂxatsdxool

effectively., System wide pattemns of open camunication promotes similar
patterns among the mentor and the protegee.

Pecple can learn to talk to one ancther. Understanding and enhancing
the cammmnication process is also laxgely dependent upen the development of
@ set of gpecific ekills. Richard Gorton (1986) has suggested same useful
strategies for this important effort:

1. pPoraphrasing: Restate the main ideas of others in order to clarify
those ideas. ("In other words, what you're saying is . . . "y,

2. EM&LQ@B;M Check to see if one's perception of what has been
said is accurate. ("rf I understand you correctly, you're saying . . . W),

3. Relating things to persoml feelings: Coammnication can break down

because receivers have a negative reaction to statements; what a person says
offends, often wintentionally., A person must confront such negative
feelings openly when they occur. ("When you say that, I feel like . . . %),
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4. Using objective descriptjons: Tha usa of highly subjective temms that

inply perconal value_ statements hurts open cammmication. It is necessary
Lo describa behaviors with cbjective terms, when possible, so that pecple
are less likely to say, "it's not what you're saying that I reject, hut
rather how you're saying it.n
5. [Feedback: People in organizations mast learn to give and accept in
retum constructive and honest feedback to Keep commmnication channels open
between and among all parties.

Al Jearning: Educators have considerahle experience and expertise

Adults have different leaming needs from those of children. Malcolm
Rnowles (1970), a major contributor to the field of adult education,
identified four critical characteristics of adults and their pattermns of
learning:

1. As a person matures, hisorherself-cmweptmvesfmmot
dependency to one of self-direction.

2, The mature person tends to accumilate a growing reservoir of
experience that provides a rescurce for learning.

3. The adult's readiness to learn becames increasingly oriented toward the
developmental tasks of his or her assigned social roles,

4. 'The adult's time perspective changes from postponed application of
knowledge to Immediate application, and accordingly his or her
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Predictably, Knewles's work encouraged othars to xescarch and write in
the field of adult education, and same researchers' work is uscful in
developing effective mentoring programs. Wood and Thampson (1980), for
example, reviewed some salient aspects of adult learning:

1. Adults will learn tha goals and cbjectives of a learning activity which
are considered by the learner to be reanstic_. related, and important
to a specific issue at hand,

2. Adults will learn, retain, and use what they perceive as relevant to
their immediate personal and professional reeds.

3. Adults need to see the results of their efforts and have frequent and
accurate feedback about progress that is being made toward their goals.

4. Adult leaming is highly ego involved. When a person is unsuccessful
at a glven learning task, it is likely that he or sha will taks it as
an indication of personal incampetency and fatlure.

5. Adults always come to any learning experience with a wide range of
previous experiences, knowledge, ekills, and canpetencies.,

6. Aduits want to be the origins of their aun learning, and they wish to
be directly involved in the selection of leaming abjectives, content,
and activities,

7. Adults will tend to resist any learning experience that they believe is
either an open or implied attack on their personal or professional
canpetence.

8. Adults reject prescriptions by others for their learning.

9. Adult motivation comes from the learner and not fram any external
source. While this may generally be said of motivation of all




individuals, it is true that, as a person matures, efforts to motivate

from outside the individual will decrease in provable effectiveness.

Taken together, these characteristics of adult learning should provide
administrative mentors with some important insights. First, the fact that
adults want (and learn best fran) experiences that address immediate
problems suggests that mentors should divect activities toward ansvoring the
perennial question, "what should I do on Monday morning?" Mentors must be
careful in this regard, however, Any tendency to try to provida protegees
with too much advice can prove to be counter-productive.

Knowledge about adult learning also provides important clues to mentors
about adult self-concept needs. As people became more mature, they become
increasingly self~conscious in situations where they believe they might
experience failure in front of others. Effective mentors practice
confidentiality in their encounters with their protegees. and they avoid
public comparisons of their Protegecs with others.

Finmally, mentors should recognize the potential richness of learning
experiences their protegees have accumlated. Thus, these experiences could
sarve as bullding blocks for pesitive relationships between mentors and
protegees,



skills for Effective Mentoring

then the assumptions above have been eatisfied, it is possible to
begin to develop a formal mentoring program in a school system. At least
three specific skill areas have been ldentified as clearly related to the
types of activities carried cut by mentcrs, and as a result, training neads
to be directed toward each of these. They include piwnlem=solving skills,
conferencing skills, and chservation skills.

Ercblem-Solving Skillg
The essence of effective administration involves the resolution of

problems faced by people in orwanizaticns. As a result, mentoring

relationships for begimning school administrators must prope 1y be directed
toward the discovery of ways to refine problem-solving skills.

One model that might be consultrd as the basis for developing practical
skills associated with administrative problem solving is suggested by Goxdon
(1987). It consists of the following seven steps which might be shared
with a novice administrator faced with considering an issue associated with
his or her job:

1. ti 3 roblem: (If existenca of a
particular problem is verified, this information can be useful for the
next steps in tha process).

2. Define the problem: (Identify the desired situation and campare it to

the actual one. Moving from the actual to the desired situation is the
goal of problem solving).
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3.

4.

S.

6.
7.

Propose_alternative strategies: (To solve the problem. Generate as
many potential strategies as possible; hold evaluations until later in
the process). '

Select _strategies for implementation: (After welghing the advantages
and disadvantages of each propesed strategy, choose the anes most
1ikaly to succeed).

Pesian an_action plan: (Translate strategles into specific actions,
agrea on vho ls responsible fcr which actions, identify and secure
resources, set a time line, ard plan to assess actions taken).
Irplerent the actjon plan.

Assess the action plan: (Did the action plan produce the desired
situation jdentified in the first step of this process? Centinue,
modify, or abandon the action plan depending on the outccme of the
assessment) .

The mentor might wish to review these seven basic steps prior to the

first time in which a beginning administrator might encounter a problem that
might call for this type of linear problem-solving model to be used.
Another effective technique would involve the examination and review of
these steps as a novice administrator is asked to “work throuwh" a
particular problem issue that was encountered on the job.

Confeyencing Skillg

Much of the interaction between mentors and beginning administrators

will take place during one-to-one conferencing situations. Same information
in the general literature relate to supexrvision, and in particular clinical

and develcpmental supervision may be helpful to mentors who are seeking
information for appropriate ways of working with beginning administrators.



' The majority of the work dealing with the use of conferencing practices
between educators, deals with strategies utilized by adnﬂnistra_tive
personnel who are working with classroam teachers. Therefore,
administrative mentors will need to adapt and modify inforwmation presented |
in the literature related to teacher conferences to address tha needs,
concerns, and sensitivities found in administrative mentor-protegee
conferences,

The nature of school administration and professicnal - development for
educational administrators makes it quite inappropriate to attempt any
direct transfer of teacher supervision or teacher mentoring practices to
working with administrators. For one thing, conferences involving
administrative mentors and their protegees will typically be apart from any
immediate cbservation of performance, as is true of conferences utilized for
classroom teachers. Rurther, it is absolutely essential in programs of
adninistrative mentoring that the notion of peer relationships between
mentors and protegees rxemain iatact. Conferencing between administrators
and teachers will always contain a strong element of subordinate-
supercordinate matching, regardless of whether the conferencing takes place |
as part of formative or summative evaluation. Conferences between
administrators in a mentoring relationship mist never be viewed in the same
light.

T » sources of information on conferencing include collegial decision
making and Peer-Assisted leadership (PAL). Conferencing built on the
notion of collegial decision making is based on the assumption that all
partiers in the process are considere. equals, and that there is a degree of
openness, trust, and honesty which prevails in the paitnership. Generally,
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collegial decision making may be seen as a way of making incremental changes

in the quality of things done ann a contimuiig basis. The cbjectives of this

approach are as follows (Hitt, 1978):

1. 'Ibshareexperie:mandideasandtogetmpport fram ona or more
colleagques who may be enlisted to work toward the achievement of
camon goals. |

2. 7To promote active and open cammunicatien skills,

3. To share problenms, generate altermative solutions, evaluate
alternatives, and select tha most appropriate and feasible
alternatives,

4. To provide assistamé and encouragement to all parties in the collegial
process,

5. To assist both mentors and protegees reganding particular
administrative problems.

6. To provide a climate which pramotes mutual support and stimilation of
the professional growth of both the mentor and the protegee,

Collegial decision making is by no means an easy process to implement
in a school setting. It makes the assumption that all participants are able
to engage in continuing, open dialogue to achieve solutions that are shared.
As a result, this approach to canferencing precludes behavior by mentors
wvhich suggests tnat they will tell the protegee what to do. No one parther
istoactinaaxperiorwaytoﬂxeoﬂ:er: the mentor does not talk to the
proteges to "fix" their problems., The emphasis on a mentor-protegee
relationship is placed on parity, mutuality, and honest discourse.

The Peer-Assisted Leadership (PAL) model for administrator Liservice
that was developed by the Far West Regional Educational Laboratory in San
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Francisco (Barnett, 1986) provides a strategy that might also be consulted
in developing conferencing skills by administrative mentors. PAL, in fact,
is a conprehensiva model that suggests that administrators will be provided
with effective professicnal daveloment by engaging in a systematic process
of peer cbservation and conferencing, The primary purposes of PAL involve
reducing the isolation so many principals erparience by allowing them to
gain greater insights into their om leadership behavicr. 'nme general
purposes are supported throuch the specific goals of the program, which
include helping principals to do the follewing:

1. Iearn and apply new ways tu think about instructional leadership.

2. Analyze their own and ancther principal's behavior.

3. Integrate the instructional leadership framework into their own

4s learn how other principals lead their schools.

5. Fom a collegial support system in which new ideas aid insights are

shared and change is nurtured and supported.

Operaticnally, PAL works by pairing principals (perhaps as mentor and
protegee) to form a supportive tean who agrea to spend time in shadowing the
other partner, and then engaging in face-to-face interviews amd conferences.
Theprirraxyenpmsisinmesesessimistoenablebothpamw
reflect on the nature of the activities recently cbserved in the shadowing
phase, The following questions serva as the basis for the peer conference
sessions:

1. What did you see when you watched the other principal?

2. What did you infer from his or her behavior?
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3. What insights did you gain into your om behavior after obsexrvine
- the activities of another colleague?

4. How would you change your own behavior as a principal after what
you have observed?

5. In vhat ways to you believe that you are a more effective
instructional leader after what ¥ou have cbserved in tha behavior
of a colieague?

Observation skills

Cbservation skills for thosa who would like to see what administrators
do are considerably different from those Uusad for teacher observations,
After all, it is not possible to schedule a "drop in" observaticn to see
sm\emearhnin;lsterinthesameway that an observer can slip into the back
of a teacher's class for just a few mimites,

Ammmedpracticeforﬂxosemowishtoseewmtomer

adninistrators are doing is to engage in on~the-jcb shadowing. In this
approach to cbsarvation, one administrator agrees to follow a colleague
around during a typical work day. RDuring that period of shadowing, the
cbserver says nothing and avoids any direct involvement in the activities of
his or her partner. The emphasis is on camplete non-participant
obseivaticn. The amount of tha time for the shadowing may vary aocording to
time constraints of the partner adminictrators. However, it should be of
sufficient duration that the obsexrver can gain insights into what a typical
period of time is like in the life of tha other administrator. The most
important feature of the shadowing experience comes after the period of
obsewatimhasconcludedmﬂmetwopartiesergageinu\etypeofopen,
reflective conferencing described earlier.
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The whole issue of observaticn of administrators is preblematic in the
mentor satting. Itislikelythatmentoraardpmtegeeswnlbein
different bulldings or, at times, other school districts. As a result,
opportunities for cbeervation may be limited. Strategies need to be muilt
so that the proteges will be able to get a valid question to the inevitable
question, "How am I doing?"

A Knowledge Base for Mentors

Earlier, we presented information concerning the required ekills and
assumptions associated with administrative mentors. In this section,
anocther important issua is reviewed, namely tho identification of a
critical lamledgebasematneedstobeaddressedbythosemownl assist
in the forging of future administrative practice. In summary, mentors need
to be aware of the characteristics of effective schools, recent research
related to affective instructicnal leadership by principals, and the
critical needs of beginning school administrators.

fective 1

During the 1970's and 1980's many researchers attempted to answer a
very simple but inportant question: What is an effective school? A review
of recent research yields the following seven factors which represent
essential ingredients in effective elementary and secondary schools:

1. A Sense of Mission. Effective schools make a conscious decision to
become effective and that is their mission. A collegial decision and
camitment is made to assure minimm mastery of basic school skills for
all pupils. Pupil acquisition of basic schonl skills takes precedence
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2.

3.

4.

5e

6.

over all other school activities and, when necessary, school energy and
resources are diverted from other activities to achieve that end.

. adership., Effective schools have principals who are,
in fact, the instructional leaders of the staff. They are creative,
bold, supportive and dedicated to the mission of the school. They are
active and involved with all parts of their educaticnal comminity.
Effectiva schools expect
teachers to teach and pupils to learm. Standaxrds are high ut
realistic. No student is allowed to attain less than minimm mastery
of the basic skills of the assigned level. The teachers believe they
have the ability to provide the required instructiocnal program and that
all studeits can master the basic skills they teach.

Effective schools have
teachers and principals who are constantly aware of pupil progress in
relationship to the instructional cbjectives. Frequent monitering of
pupil progress may be as traditional as classroom testing on the day's
lesson or as advanced as criterion-referenced system wids standardized
testing measures.

A Rositive Ieoming Climate. Effective schools have an atmosphere that
is orderly without being rigid, quiet without being oppressive, amd
generally conducive to the instructional mission. The climate is warm
and responsive, emphasizes cognitive development, is innovating, and
provides a student support systen.

Sufficient Opportwnity for Yeamning. Effective schools enmphasize more
time on task. The more time spent in instruction, the greater the
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learning that takes place. Implications exist for improved use of time,
individualized instruction, and curriculum content. |

7. Perent/Commmity Yavolvement. Effective schools have broad support.

Parents influence their children in a mmber of ways: thraugh their

expectations for the children, through their owii involvement, and
through direct instructien.

The current literature stresses the fact that it is the principal who
is the “key" ingredient to developing and maintaining effective schools.
Researdxemhavediscovereduxatthekeytoﬂdsetfectlvamsisderived
from the principal's ability to serve as an instructional leader. Much has
been written about the characteristics of principals who serve as
instructional leaders.

Despita the amount of discussion about tha concept of instructional
leadership, little has been done to define that concept cperaticnally. Few
studies have been undertaken to determina tha specific behaviors of
administrators who sexve as instructional leaders. Early efforts tended to
define leadership behavior in Very narrow temms. As a result, most early
descriptions focused only on the ways in which school principals became
directly involved with instructional activities, and the perception grew
that only those principals who spent nearly all of their time either

at least two reasons. First, we now recognize that individuals besida the
principal might indeed engage in instructional leadership behaviors.
Second, wa have increasingly realized that instructional leadership can
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take forms that go well beyard direct intervention in classroom activities.
The definition of instructional leadership provided by Liu (1984) is a
helpful one to consider when thinking about a more expansive view:

Instructional leadership consists of divect or indivect behaviers
that significantly affect teacher instruction and, as a result,
student leaming.

Another recent effort that serves as a way to increase our

understanding of the exact nature of instructional leadership comes from
work by tha Association for Supervisicn and Qurriculim Developmerit (ASCD)
which loocked at the work of mmerous principals identified as instructicnal

leaders. Five behavioral patterns were identified in these individuals who
were viewed as effectiva:

1.

2.

3.

They provide a sense of mission to their schools: They demonstrate the
ability to articulate what a school is supposed to do, particularly in
terms of what it should do to benefit children, Effective
instructional leaders leave 1ittle doubt that the purposa of the
school is to £ind ways in which children may learn successfully. This
vision quides all other actions.

They engage in participative management: They encourage a better
organizational climate in the school by allowing teachers amd staff to
participate meaningfully in real decision making, and not merely in an
effort to "play at" getting pecple to be involved when decisions are
already made. ‘The staff senses greater ownership in the priorities and
programs that are available to help children.

Thay provide support for instruction: Instructional leaders are s=o
camitted to maintaining quality instruction as their primary
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organizational focus that when decisions mst be mads concerning

priorities, instruction alvays comes first, These individuals make it

cleartoallamnﬂthanthatenezgywmbeexpemedtoassxmeﬂ\at

resources are available to enable the instructicnal program of the school .

proceed unabated,

4. Instructional leaders monitor instructions They know what is going on
in the classroums of their schools. This monitoring may take sgveral
forms, from direct in-class intensive cbservation to merely walking
arcund the building and talking with studenis. The critical issue,
vegardless of the particular procedures follewed, is that instructional
leaders are aware of the quality of instruction being carried out in
their schools.

S. They are resourceful: Instructional leaders rarely allow circumstances
in their organizations to get in the way of their vision for quality
educational programs. as a result, they tend not to allow the lack of
resources, or apparently prohibitive school or district policies, or
any other factors from interfering with their goals for their schools.
Instructional leaders carry out these five behavior patterns very

differently. Thus, pecple with different personalities and philesophies,

values, and attitudes can be equally effectiva as instructional leaders. In
addition, entirely different schools can serve as settings for instructional
leadership in the way it has been described through the ASCD work.

Developing a Professional Identity
In addition to the general concerns related to effective schools and

instructional leaders, mentors need to be aware of the research base

regarding tha critical needs of beginning administrators. The one thing
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that stands out in the literature: Beginning administrators need to
develop a strong professicnal self-identity. Research clearly ehows ghm:
beginnets need to demonstrate self-esteem, self-confidencs, and an
apprecistion of tha wide range of responsibilities of the role. In short,
the most: critical need for a beginning administrator is to answer the
following two questions: who am I? Who am I now that I am a leader? The
mentor, then, has a particularly important role to play in helping his or
her protegee develop personalized responses to these important questiens.

47

91



IV. A MODEL FOR TRAINING MENIORS

mm@mtﬂ\ism,wehaveilﬂiatedammberofhmmt
characteristics of mentoring as it may be applied in programs designed to
support the professional induction of school administrators. We locked at
the nature of mentoring in education as well as other professicnal
organizations. We also considered same of the featwres of effectiva mentors
as well as the responsibilities of protegees as partners in mentoring
relationships. Finally, we reviewed some of the things that might sexve as
thacontentinaprogramthatmaybedsignedasawaytotrain
administrative wentors.

In this final section of the Manual, we preposa & model, in outline
form, for an intensive trainirg program that might be sponsored by a local
school district, the state department of education, a university, or ancther
agency which might have an interest in swh an effort. Wa make the

program might be initiated.

In order to davelop, formulate, and implement a program such as this
into any school district, there are certain procedures that must be
followed to ensure general success of the program and acceptance by district



These steps would include:

1. Comitment by the district central administration and school board.

2. Establishment of board policy.

3. Development of a planning team that will coordinate the efforts of the
progranm at the local district level.

4. hssesmtofneedsﬂ:atshmldbeaddrwsedﬂmaghtmpmgram.

5. Planning a budget.

6. Allecation of human and material resources neaded for the program.

7.  Designing the structure.

8. Development of appropriate goals and objectives for the program.

9.  Implementation of the program.

10. Evaluation of the program.
As these staps are being addressed, tha planning team, or task forve,

that has been brought together to lead the training of administrativa

mentors ehould also be daveleping a selection process that incorporates what
we hava indicated are the desirable characteristics of individuals vho would
sexve as mentors,

Owe the initial planmning process has taken place, and after the
selection of mentors has been carried out, the actual training may be
implemented. The weak-long intensive learning session should be based on
what has already been identified through existing literature as important
learning for mentors. The training model that we suggest contains six
domains that we believe reflect the realities of administrative life as well
as preparing individuals to become effective mentors for beginning
administrators. These domains are (1) appreciation of a validated
knowledge base, (2) instructional skills, (3) mentoring skills, (4) human
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relations skills, (5) district neads, and (6) personal formative. This
model is designed to provide a foundaticn in the development amd refinement
of an independert, effective, successful, instructional leader,

Fad:daraininwrtrainingmdelisequal. interdependent, and is
cyclical in nature,

Often, an individual will make a decisiion based en the peeference and
Gemands of the “arowd" or on persoral biases. It would be a helpful
- strategy to develop .an orientation for protegees to seek validated
‘information before making decisions. This would occur if individuals were
actively involvei in contributing to the development of research in the
profession, or actively using recent yesearch as a wvay to inform practice.
Principale should be aware of their school enviroment, the needs of
individuals within their schools, and the na.ure of trends and practices
that would be apprepriate and best serve the needs of those individuals,
Instructional skills

A3 wa hava noted, the key ingredient in.effective schools is the
principal. If this person has the ability to serve as an instructicnal
leader, then the school will become even more effective as student learning
is enhanced. We believe that at least part of tha time involved in a
program designed to train administrative mentors mist involve a review of

the specific skills associated with instructional leadership, as we noted
earlier in this Manual.

Mentoring skillg
The training must devote time to reinforeing the view that the mentor

and proteges are both participants of the mentoring "team.” In order for
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the relationship to be a positive cna, the mentor needs to ba availabla to
offer assistance, support, and quidance to the beginning principal. This
availability could be to observe the protegea "in action" and then ghare
sama insights derived from this process., Training mist focus on the
development and premotion of peer-to-peer relationships.

In general, the mentor needs training to help h.m or her realize that
this is a major comitment of time, effort, and enexgy. It should be a
valued experience that is mutually shared by both the mentor and protegea.
Realizing that there are “peaks and valleys" built into any intense working

relationship is important, and part of tha mentor training must be directed
toward this understanding,

Human Relatjons Skillg

Mentoring is based on a mitually-enhancing relationship. It is
Important for the mentor to be knowledgeable about the psychological and
humanistic aspects of a relationship in order to create successful
commmnication skills and listening skills, &= to cultivate other abilities
such as being honest, trustful, sincere, gemuine, and sensitive. |

In addition, partofthetrainingexperienceshouldbedevotedto

increasing mentors' awareness of adult learning styles, as we described
earlier in this Manual.

to be implemented. Time must be provided as part of the week-long training
exarcise to address the issue of "Who, When, that, and How" things get done
in particular districts. Mentors need to receive general orientations to
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the goals of their districts, important policies, and procedures that are
particularly important in each district. In this way, protegees will learn
about committees, persomnel, and the general structure of the organization
in which they will work.

Rersonal “orpation

The £inal domain mmidxpartof*mminirqofmntorsslnndba
invexted is related to the ability of helping mentors work with their
protegees in the area of personal formation. A major responsibility of a
mentor must be to help,.his or her protegee understand his or her perscnal
abilities while assuming a new professional role.

Training may be provided in a mmber of important concepts. Perhaps
the wmost important of these involves the development of reflective
processes. Incorporating reflective actions into cir's behavioral
repertoire is important.
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V. SOME CONCIIDING THOUGHTS

Ultimately, we believe that becaning an effective mentor is the product
of several things. For cne thing, effective mentors possess many of the
basic characteristics that wa outlined ezrlier. Effective mentors also
cauetoﬂteirmspmsibilitieswiﬂxadeepsemaotmmgtosemoﬂxers
and provida expertisa to their new colleagues. Wa also believe that there
are certain training activities that my be provided as preservice
preparation for those who may ba called upon to serve in mentoring prograns,
and that these activities will enhance natural skills and attitudes that may
be present en the part of practicing administrators.

The specific format to be followed in the training of mentors may vary
considerably from session to session, but we believe that any effort at
training should include some attention to the following broad issues.

1. Review of basic assunptions, concepts, and definitions associated with
mentoring as a way to assist beginning administrators.

2. Discussion of basic beliefs, values, and assumptions concerning
desirable administrative practice. What is "leadership", for example?

3. Development of awareness of perscnal strengths and limitations that may
ba called upon in the performanca of the mentoring role.

4. Review of feedback techniques and other forms of interpersonal
carmnication skills,

S. Understanding of interpersonal styles so that matches with protegees
may be productive.
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MOrthisapproachtothetramumentorsisbasedonuxe
assuipticn that, because mentoring involves tha need to form intense
interpersonal relationships between mentors and protegees, the most critical
part of training is that mentors must be made aware of tha likelihood that
significant differences may be found in the personal learning and behavioral
styles of the people with whaom they must work. Consequently, a heavy
aphasis shoudbeplacedontrainmgactiviti&dimctedtmmmeneedto
understand ways of overcoming interpersonal differences that ny exist

a school system for mentoring. We belicve that the school system must be
examined to determine whether it is ready to accept the implementation of a

long run if there is not a true camitment by top school district officials
to the concept. Superintendents, central office administrators, and the
school board must "huy into" the basic assurptions of value that underlie
any mentoring system. Without such true camuitment, mentoring may be
implemented in a very shallow way. Nothing is more 1likely to cause the

downfall of any activity than the attitude, "Well, if the state says we
have to do this, then we'll do it."

54



Keydecisionnakersinﬁxesystenmsttakestepstosimlthe
camunity, the school district staff, and others that they believe that
mentoring is not a peripheral activity, ang that they accept the assumption
that schools will be improved with mere effective leadership, and that
mentoring is a way to improve the quality of leadership. Public statements
of support should be made, and those in top level administrative positions
for the district might give even more visible spport to the concept by
serving as mentors from time to time,

2.

mmtmytoexasmﬂxatamntorhgpmgmmwiu continue to saxve
a purposeful role for a school district is to blend it with other angoing
professional development practices and activities. 1In this way, it is less
probable that “being a mentor” will be percelved as an add-on duty for
adninistrators who are already busy with keeping the schools in business.
If a school district has a thoughtful épproach to admninistrator professional
development already in place, mentoring can be viewed as an enhancement of
this, rather than "just another thing chat they tell us we're supposed to do
around here,"

3. e willing to t t ?

There is probably no quicker way to kill any good idea with a graup of
professionals than to try to force samething on them if they are not really
interested in it. Even with a concept like mentoring which most pecple
accept as a good idea that may be used to help colleagues, there is going to
be little chance for successful implementaticn if people do not openly
accept it as something with which they want to be involved.
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4. g there enouch time to do the b richt?

Proper mentoring takes time for both the mentor and the person being
mentored. As a result, school districts mst recognize that a&dnistraﬁors
involved in mentoring relationships will need to ba released frem other
responsibilities from time to time so that they can meet and interact
without feeling that time is boing “stolen® from their personal 1lives. Is
it always important, for exanple, that every principal be at every district
.eeting, or can some times be made available for mentors and protegees to
work together?

5. Dowe know what we're talking about?

It is critical that everyone share the same set of understandings about
mentoring and the responsibilities of mentors and protegees before a school
syste:utakesonsuchaproqram. Because of tha fact thatthecmceptét_
mentorirghasbeccmasopop.ﬂarintecentyears. there is a problem in that
- many different individuals my assume varied undarstandings about what
mentoring is and how it should be carried out, Earlier in this Manual, we
discussed some of the basic views that are pepular regardirg mentoring in
schools and other organizations. It is by no means to be viewed as an
exhaustive review of the topic. Tt may be a helpful point of departure to
assist you in leading a staff discussion that will result in developing
Some camon, shared wxerstandings, assumptions, and definitions that can
guide the development of a program in your school district.

6. the rs _

The issue of placing mentors and their protegees together is a ecrucial
one that will likely quarantee the ultimate success or failure of a program.
We realize that, as a Xesponse to the expectation that districts would

56

60



r

FullToxt Provided by ERIC.
o

Q

develep in-house mentoring programs for all new administrators, it is quite
probable that many mentor-protegee relationships will be "automatic,®
particularly in smaller districts where there may be but enly one or two
administrators other than the begimner. In such cases, discussion of
finding “perfect" matches are ot exactly relevant. Nevertheless, we
include a discussion of matching issues hexe because there may be settings,
particularly a county-wida bases, where altermative placements of mentors
and protegees may be possible. Aalso, even in smaller districts where
mentors have no choice over the selection of protegees, we suggest that
there be sore consideration of these same concerns.

The first step in the matching process of mentors and potential
protegees would necessarily involve some careful analysis of basic styles or
other characteristics of both mentors and protegees. Wa have found that
many different activities may sexve as the basis for this analysis. Wa have
used the Myers-Briggs Type Inventory (MBIT), various leadership behavioral
matrices, and leaming style questionnaires, to qain insights into the
styles, behavioral types, and other features of mentors and protegees. To
date, wa have no reason to believe that any of these indicators is
necessarily better or worse than cthers. We recammend that you make use of
same sort of device that provides a profile of thosa involved in the mentor
relationship. The purpose is not to diagnose individuals and say that one
perscn 1s “petter" or “more acceptable" as a protagee, or to preclude the
matching of individuals with differing styles or types. Rather, we believe
that it is crucial for partnexs to know what differences, if any, are likely
to exist in advance. Differences are dysfunctional only in mentoring
relationships if they are not recognized and addressed. A Inman relations
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tyve of mentor can exist and work effectively with a protegea who is
autocratic if this is understood as a difference frem the start,

Another key feature of developing profitable mntor-pmtegee
relationships involves the review of mdivldual adninistrative philosophies
or platforms. Sergiovanni and Starratt (1988) described platfm as public
statement of basic values and attitudes regarding fundamental issues related
to school leadership. It would be highly desirable as part of the matching
pmcesstoaskﬂ:atpmtege&smﬁpotentialmentomspa\dmtmm
sharing highlichts of their basic platforms so that both sides would gain
scme insights into the mest critical concarns of their possible partners.

Protegeaneedtobeintervlewedmenummottheirbasic
orientations toward mentoring in general. Same of the questions that might
guide such interviews might includes

== How nuch do you currently know about mentoring?

== How committed are you to mentoring?

== How receptive will you ba to a relationship where you will defer

to a mentor's greater knowledge and experience?

== How much do you expect to be able to benefit from a mentoring

relationship, in termms of long~term career development goals?

Clearly, these are not the only questions that might be asked of a
begimning administrator who will participate in a mentoring progran.
However, these will provide yu with some idea of whether or not an
individual will likely reject mentoring from another colleague. If there is

a basic mindset against mentoring, you may have to work toward a change of
fundamental attitude before proceeding.
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